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Abstract
A child’s home environment is one of the greatest contributors to their social and cultural
background, as it innately impacts their educational experiences and attitudes towards learning.
Similarly, language development and literacy are deeply rooted in social, cultural, and historical
experiences. Thus, the integration of literacy within home environments can strengthen families,
contribute to overall academic success, and increase motivation and engagement amongst learners.
While researchers and educators alike agree that fostering strong home literacy environments is
beneficial for families as a whole and children as learners, many family literacy programs fail to
bridge the gap between home and school because they do not consider culture as a means of better
understanding a child’s language development and acquisition. To address this gap, teachers
should consider the culture each child comes from and how it directly pertains to literacy in order
to address the individual needs of students. This project advocates for customized family literacy
plans to meet the personal requirements of families and students based on their home cultural and
linguistic backgrounds. This project proposes research-based literacy practices with the intention
of mentoring parents to successfully foster a home literacy environment that enhances attitudes
towards literacy, language development, and relationships.

Key words: culture, custom family literacy plans, differentiation, family literacy practices, home
literacy, literacy, mentor
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Chapter One: Introduction
Problem Statement
It is universally acknowledged that the development of basic literacy skills and language
acquisition at an early age is critical to the formation of reading ability and reading interest amongst
children (Zauche, et al., 2017). A child’s experience both at home and in school is crucial to the
development of language and early reading skills. For many decades, researchers in the field of
literacy have found a positive effect exists when there is a working and collaborative relationship
between parents and teachers (Swain & Cara, 2019). Though the practice of involving parents in
their child’s learning is widely recognized as beneficial for students, many schools and individual
teachers still do not have the proper tools to implement a successful program that enhances a
parent’s ability to assist their child in literacy growth and achievement (Compton-Lily, et al.,
2019). Further, many innovative programs have failed to succeed despite efforts to help bridge the
gap between home and school because oftentimes, the range of practices addressed with parents
has been too narrow or has failed to take into account culture, achievement gaps, and
socioeconomic status (Clymer et al., 2017). As a result, parents are left without the tools they need
to support their children, and students are unable to receive necessary support outside of school.
To bridge the gap between home and school literacy habits, teachers should adopt a set of culturally
responsive tools that equip parents with the knowledge and skills to enhance their children’s
experience with literacy at home.
Importance and Rationale of the Project
Culture impacts every facet of our education system, from how schools operate as a whole
to each individual classroom. The way in which culture is defined can differ among families, even
more so than the broad terms of language, ethnicity, socio-economic status, and tradition. Culture
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encompasses how family members interact with one another, what families value and believe, and
how families act and communicate (Cairney, 2002). Similarly, literacy can also be so broadly
defined. While literacy does refer to cognitive processes and skill sets that contribute to reading
and writing, literacy also comes in many forms as a social practice with specific purposes and
contexts (Cairney, 2002). Therefore, it is necessary to acknowledge that every family has its own
set of cultural practices that will impact a child’s upbringing and consequently impact his or her
learning, language development, and attitude towards literacy (reading, writing, speaking, and
listening).
As our nation grows increasingly more diverse in culture and language, the need to adapt
programs that meet the needs of all cultural and linguistic populations becomes more apparent.
This truth is one of the many reasons family literacy programs were launched several decades ago.
Despite efforts between homes and schools, the National Assessment of Educational Progress
(NAEP), also known as the “Nation’s Report Card,” shows that the national average for reading
scores decreased from 2017 to 2019 for both Caucasian and African American students in 4th
grade, and all racial/ethnic groups besides Asian and Pacific Islanders at the 8th grade level. The
2019 average scores were much higher than in 1992 and 1998 across all racial/ethnic groups;
however, “the 2019 average scores for White and Black fourth-graders were not significantly
different from their scores a decade ago” (NAEP, 2019, n.p.). During the 1990s, family literacy
programs were heavily implemented and encouraged within United States schools, which may
have contributed to a rise in overall literacy scores. Yet, the lack of improvement in nearly a decade
of education indicates that these programs have not contributed to more profound success in
improving student achievement across the board. Furthermore, this report shows a recent decrease
in productivity for the majority of students of all ethnicities and cultural backgrounds, which also
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supports the notion that family literacy programs can benefit all students despite their cultural
backgrounds. Each culture should be accounted for and involved in the development of these
programs, both on a larger and smaller scale. Involved literacy partnerships can benefit the growth
of children in literacy by helping them obtain more confidence, providing an opportunity to
socialize with parents in a literate setting with a set educational purpose, and assisting in the
development of positive attitudes towards reading and writing (Swain & Cara, 2019).
If students struggle with literacy early on, there is a greater chance they will continue to
experience challenges with their learning and development. Research shows that “the word gap
and disparities in early vocabulary have significant implications for a child’s future literacy and
educational trajectory” (Zauche, et al., 2017, p.495). While literacy is an area that will be directly
impacted, it is also important to note that language integration and skills become increasingly
complex in all content areas as a child grows, which will then directly correlate with success and
accomplishments in all areas of learning and growth (Zauche, et al., 2017, p.495). The Campaign
for Level Reading (2014) states that by third grade, students are expected to read to learn rather
than learn to read. Sixteen states throughout the United States, including Michigan, have adopted
legislation which retains students who are more than a grade level behind in reading by the 3rd
grade (French, 2021). In the state of Michigan, for example, this legislation does not exclude
English Language Learners (ELLs) or special education students and leaves little wiggle room for
parents to counteract their child’s retention in the school system (French, 2021). If partnerships
between home and school are not strongly rooted and established, this could certainly lead to
higher numbers of students being retained after third grade in the state of Michigan and nationwide.
Consequently, studies show student retention can have adverse effects on students’ behavior, peer
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and familial relationships, school engagement, and later projected material success (Yang, et al.,
2018).
In addition to possible retention, lower rates of success with literacy directly correlates to
lower student engagement and less connection with school (Yang, et al., 2018). Since literacy
impacts every area of learning, a student’s engagement with school is linked to their cognitive,
social, emotional, and behavioral identities (Yang, et al., 2018). Each of these factors can certainly
impact an individual’s trajectory in school and their personal life. Family literacy programs can
help to give students a sense of pride in their learning because there is a level of accountability that
spans outside of school but also connects them back to their learning community. By nature, family
literacy programs also encourage the building of relationships amongst family members and school
personnel. Winsler et al. (2012) reports a large body of research that suggests parental involvement
in schools has a direct link to test scores, overall achievement, and school readiness in early grades.
Further, parent involvement in the early years is critical for positive student outcomes and
contributes to a lower possibility of grade retention (Yang, et al., 2018). If students feel a strong
sense of connection to school and support from their families, this may ultimately result in a higher
sense of self esteem. In turn, healthy mindsets can foster healthier thinking patterns and
relationships. Moreover, research suggests that positive peer relationships can also have a positive
imapct on school performance (Caennerer & Keith, (2015). Therefore, if students do not have a
strong sense of connection to their schools with individual and/or family involvement, it could
impact many facets of their lives not limited to literacy development and academic achievement.
The cyclical connection among these factors - school achievement, family involvement, peer
relationships, and engagement with learning support - shows the significance of the role of family
literacy programs and how detrimental the absence of them can potentially be to students.
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While family literacy took root several decades ago and gained national accolades as a
positive force for students and parents, recent legislative decisions at the federal level have
hindered the growth of national initiatives that promote family literacy and strong connections
between home and school. According to the U.S. Department of Education (2016) Even Start is a
program that,
offers grants to support local family literacy projects that integrate early childhood
education, adult literacy (adult basic and secondary-level education and instruction for
English language learners), parenting education, and interactive parent and child literacy
activities for low-income families with parents who are eligible for services under the Adult
Education and Family Literacy Act and their children from birth through age 7. (n.p.)
This program was launched and promoted heavily in the 1980s and 1990s; however, in the past
decade, funding for this program ended following a steady decrease of funding at the turn of the
millennium (Clymer, et al., 2017). Most of the national funding for family literacy is now passed
down to the states, which consequently minimizes the role it plays and the number of students and
families impacted (Clymer, et al., 2017). If family literacy programs are not adopted on some level,
small scale or districtwide, there will be a missed opportunity for students and families to build a
connection with their schools, develop a stronger sense of academic achievement, and engage in
meaningful literacy practices that embody their home culture and environment.
When parents and siblings are involved in the process of communicating and conveying
linguistic values to schools, teachers will be able to construct meaningful literacy goals that reflect
the individual needs of students within their classroom community. Furthermore, if these family
cultural concerns are not addressed in connections between classrooms and homes, the
development of literacy will be unaffected, or worsened. Each child enters a classroom with their
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own unique culture, background knowledge, and experiences with literacy and language. It is
necessary to acknowledge and work to understand how those factors shape a child’s ability to
engage in literacy practices or contribute to any struggles they may face.
Background of the Study
In the current state of education, the network of family and parent involvement has become
a significant asset for schools, teachers, and students alike; however, this was not always the case.
Research shows that the role of families in teaching children literacy habits has a long rooted
history, yet, these early statements and findings did not begin to receive acknowledgment until the
mid twentieth century (Saracho, 2002). As more research has been conducted on the impact of
family literacy practices on student achievement and development, more significant initiatives and
policies have been created and administered throughout our nation that show the importance of
involving families in their child’s education.
Head Start
During the 1960s, the launch of Lyndon B. Johnson’s War on Poverty legislation demanded
a shift for our nation in addressing disparities among communities, especially for African
American families (Compton-Lily, et al., 2019). Early childhood education became a main focus
of concern based on a national standardized test report that revealed deficits in literacy skills
(Anderson, et.al., 2005). Consequently, in 1965, the Head Start program was launched in order to
provide low income children with early childhood development services, to ultimately improve
their overall experience with school readiness and preparation (Lynch, 2018). This initiative began
to emphasize the role of families and local communities in the development of children (Lynch,
2018). The purpose of the program was to enhance children’s overall competence in school and
achievement, especially for students coming from low income families.
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Storybook Reading
In the following decades, more research was conducted with a focus on how the home
environment impacted student achievement and literacy development, especially in early
childhood. An emphasis on storybook reading and the context of oral language interactions within
the home became a new focus for researchers in the 1980s (Shapiro, et al., 2002). Storybook
reading as a practice was categorized as a parent, guardian, or older sibling orally reading any
developmentally appropriate text to a child (Shapiro, et al., 2002). Most often, age appropriate
texts for children include narrative materials with illustrations or photographs. Furthermore,
research conducted by Catherine Snow (1983) distinguished the acquisition of language from one's
ability to read. Snow (1983) identified that acquiring language does not require direct instruction
but learning to read often does encompass instruction and pedagogical guidance from adults
through experiences. Storybook reading counts as explicit instruction, in which adults are
modeling the practices of reading and exposing their children to concepts of print, words, and text
structure.

Moreover,

storybook

reading

can

be

categorized

as

a

mostly

European/American/Canadian practice most traditional in middle to upper class families (Shapiro,
et al., 2002). The encouragement of storybook reading as an involved family literacy practice was
especially suggested and marketed to families from low socio-economic backgrounds that
embodied linguistic and cultural differences because it was assumed they would need to engage in
essential literacy practices the most (Compton-Lily, et al., 2019).
Early Family Literacy
Based on an expanding body of research, family literacy became a term coined by Denny
Taylor in 1983 (Compton-Lily, et al., 2019). In a review of Taylor’s work Family Literacy: Young
Children Learning to Read and Write, Nina Mikkelsen (1984) noted that Taylor’s main goal was
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not to develop a pedagogy, method, or practice for family literacy. Rather, she wanted to closely
consider what impacts how children become literate and develop the skills of a successful reader
and writer. Denny Taylor found that when parents were involved in their child’s literacy
experiences there was a direct and positive correlation to their child’s reading and writing ability
(Mikkelsen, 1984). Examples of family involvement in literacy practices included
listening to children read school texts as well as other printed matter, playing word games
with them, reading aloud, pointing out words in signs, and read and talking about
instructions for games and activities, as well as parents and children communicating
through written messages such as notes, letters, signs, lists, memos, and charts (Mikkelsen,
1984, p.136)
Taylor (1983) acknowledged that the opportunities for literacy in school are often narrowly defined
and do not encompass the more complex practices of literacy one might experience in their home,
based on cultural and social engagements.
Ethnographic Studies
In later years, Denny Taylor (1988) explored the ethnographic perspective of family
literacy to discover how young readers develop literacy practices based on their everyday
experiences. She closely examined the environments in which children had opportunities to apply
their knowledge and argued that “children are participating in and ‘helping’ to construct their own
environments” (Taylor, 1988, p. 68). By observing children in their own ‘worlds’ and
contextualizing their experiences, Taylor was inspired to ask two important questions: (1) “How
do these parents and these children construct the contexts of their everyday lives,” and (2) “What
can we learn of the social organization of behavior from the ways in which they live together?”
(Taylor, 1988, p.69). These questions allow us to understand some trivial details that provide a
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greater overview of a child’s experiences which counteract the traditional model of education and
learning (Taylor, 1988). In turn, the personal frame of reference can impact our studies of schools
because the experiences and opportunities for learning outside of a school also impact every level
of classroom learning for both the teachers and students (Taylor, 1988). Taylor (1988) suggested
that a child's reading and writing ability should be evaluated on a larger scale than school based
assessment and observations, but should encompass the child’s cultural and ethnographic life
experiences, as well.
Similarly, Shirley Brice Heath conducted her own ethnographic studies in the early 1980s.
Heath found that “the different ways children learned to use language were dependent on the ways
in which each community structured their families, defined the roles that community members
could assume, and played out their concepts of childhood that guided child socialization” (Heath,
1983, p.11). She closely analyzed the role language played in families and how it varied among
households and cultures. In one study, Heath conducted ethnographic research using two working
class, rural communities in South Carolina: Roadville, predominantly Caucasian, and Trackton,
predominantly African American (Compton-Lily, et al., 2019). Heath found that there was a
contrast in how mothers interacted with their babies. In Roadville, mothers were more likely to
ask their babies questions, sing songs, change the pitch of their voice, and actively teach new words
whereas in Trackton mothers seemed to communicate non-verbally with their children, using more
facial expression and body language to communicate (Compton-Lily, et al., 2019). While Heath’s
research fails to take into account many aspects of these communities in order to draw
comprehensive conclusions, her work does encourage researchers to consider the significance of
what contributes to depth of language based on linguistic and nonlinguistic features of a home,
community, or culture (Lavelle, 1985).
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Later Family Literacy Studies
The earliest research on family literacy revealed that diverse, environmental, and
situational practices should be taken into account when designing programs that present family
involvement in a child’s literacy (Compton-Lily, et al., 2019). With names like Denny Taylor and
Shirley Brice Heath blazing a path forward for family literacy as a worthwhile topic to research,
several more studies were conducted in subsequent years with a focus on how literacy practices
might differ in homes and schools.
A recent study conducted by Brown et al., (2019) found a solid corroboration with previous
research that suggests family literacy programs build strong connections between home and
school, assist in the development of solid connections between the two parties to positively impact
students’ literacy, and make continuous efforts to maintain these connections. This study also
noted the importance of hands-on teacher involvement in building these programs. While most
educators would agree bridging the gap between home and school is necessary for solid growth
and improvement, educators must also be willing to work and develop foundations that benefit
students and also teach and equip parents with the necessary skills, tools, and framework for
implementing a successful program (Brown, et al., 2019). Finally, this study notes the importance
of making parental involvement possible and accessible for all cultures, schedules, and family
structures (Brown, et al., 2019). As our national culture expands and develops, family literacy
programs must also adapt to meet the ever-changing needs of families and students.
Other recent studies highlight the importance of family literacy programs and how they
impact both students’ and parents’ literacy levels and attitudes towards literacy (Dennis &
Margarella, 2017). While family literacy programs were originally launched to address concerns
amongst students' low literacy rates, they have grown to acknowledge the significance of parental
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success and family growth, as well. Since a child’s home environment can certainly impact their
learning and success rates, research suggests it is imperative to provide families with the necessary
tools to be strong and confident literacy advocates and coaches for their own children (Yang, et
al., 2018; Brown, et al., 2019). Therefore, due to further research and understanding, encompassing
the term family literacy requires more than just supporting students in their literacy growth and
development. It also prescribes a learning centered approach for parents and families, with
educators serving as the experts and guides.
National Programs and Recognition
After decades of research, family literacy has become a fundamental part of education and
public policy, especially with regard to early childhood education and the alignment of school and
home environments (Saracho, et al., 2002). Partnerships with parents is one of the goals of the
United States Department for Education as stated in Goals 2000: Educate America (Saracho, et
al., 2002). Federal government programs and state programs, such as Head Start, the Family
School Partnership Program (PACE), and Even Start, have fueled the initiative to expand family
literacy programs based on research practices (Saracho, et al., 2002). As a result, the number of
family literacy programs grew rapidly in recent decades. In the ten years between 1989 and 1999,
federal funding for family literacy programs increased by 120.2 million dollars (Saracho, et al.,
2002). Federal laws were also passed in connection to family literacy programs, including the
Reading Excellence Act, Workforce Investment Act, Elementary and Secondary Act, and the Head
Start Act Family Literacy, in order to improve the overall sustainability of families as leaders in
education for their children (Saracho, et al., 2002).
Currently, family literacy programs still exist within federal and national legislation,
though changes have been made in how federal funding is distributed. Funding for one of the most
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renowned programs, Even Start, has ended but a strong community of family literacy advocates
still exists nationwide, though they now “exist within a disconnected and fragmented framework
of various acts and bills, including Indian Education, Education of Migratory Children, Ready to
Learn Television, Head Start, and Community Services Block Grant” (Clymer, et al., 2017, p.4).
In addition, there are “two major federal family literacy funding sources, Title II of the Workforce
Innovation and Opportunity Act (WIOA)—the Adult Education and Family Literacy Act
(AEFLA)—and Every Student Succeeds Act (ESSA)—the reauthorized version of Elementary and
Secondary Education Act” which all support a strong emphasis on family literacy and its presence
for the youth (Clymer, et al., 2017, p.4). It is nationally acknowledged that family literacy is
worthwhile to research, implement, and further explore for the benefit of children from all
backgrounds. Therefore, the implementation of family literacy programs and tools that meet the
needs of diverse learners is essential in forming a stronger relationship between parents, teachers,
and children.
Statement of Purpose
The purpose of this project is to create a set of tools for Prekindergarten (PK) to first grade
general education teachers to develop a personalized family literacy program that meets the needs
of students based on their individual cultural and home backgrounds. Outlines for family literacy
programs and resources are available to teachers and schools, however, research shows that these
resources do not always take into account all cultural backgrounds and tend to focus on Eurocentric practices. These tools would also require teachers to adopt a program that meets the diverse
linguistic and cultural needs of the students and families they serve each year. This project is
significant because it will provide tools that have already been adapted to inform teachers of the
needs and backgrounds of their students in order to find successful ways to bridge the gap between
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home and school. The accessibility of these tools will help parents and teachers connect, to find
unique ways to educate children in culturally appropriate ways with quality in mind. Teachers will
also be able to use these tools to inform instruction within their classroom based on information
they receive from families. While the framework of these tools can be reused year after year, the
results will vary as student rosters change. As a result, the implementation of these tools will need
to be repeated each year.
The reference guide will introduce teachers to the importance of considering individual
culture for student learning in all areas of literacy. It will also present key pieces of research and
literature to provide a simple, yet comprehensive background on the aim of the program and the
role teachers will play in developing it for their own class purposes. The tools will serve the
purposes of communication and education. Teachers will use these tools to initially communicate
their intentions for bridging literacy between home and school and help parents recognize the
significance of this practice. Moreover, these tools will serve as a means of gathering information
about students’ personal cultures from parents that will support teachers with decision making in
terms of suggesting practices for the home and adapting in person instruction to meet the needs of
learners with their diverse backgrounds in mind. Data collected will help direct teachers in
differentiating instruction based on all facets of literacy (reading, writing, speaking, and listening)
and simultaneously contribute to the building of sustainable and trusting relationships among
students and their families. For differentiation to be successful in literacy practices, teachers must
know their students more than, or just as much as their content (Cornett, et al., 2020). Instruction
can be more strongly tailored to meet the needs of students when teachers are in touch with the
cultural, linguistic, and ethnic backgrounds of the students and families they serve (Cornett, et al.,
2020).
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Objectives of the Project
The goal of this project is to develop a set of tools for classroom teachers (PK - 1st grade)
that assists them with developing a personalized family literacy program. This program will be
developed in stages and utilized by teachers for the purpose of creating a more inclusive experience
of literacy in their classrooms based on the real needs and cultural backgrounds of students. It will
also help teachers inform and differentiate instruction based on data collected with regard to
students. The process of this program includes:
(1) Gathering student information based on parent observations, cultural practices, and family
beliefs and values of literacy
(2) Building trusting and professional relationships with families and establishing an open line
of communication
(3) Evaluating the range of home and cultural literacy practices encompassed by class student
body and making decisions for instruction based on data collected
(4) Providing resources, both general and individual, to bridge the gap between home and
school while honoring the cultural differences of students
(5) Comparing school practices with home practices to build cultural awareness
(6) Monitoring progress of students and families throughout the year regarding growth in
literacy development and skills based on family involvement
Parents and families are an invaluable resource to teachers when getting to know students
as both people and learners. By involving parents in the process of obtaining information about
children based on more than just their educational capabilities and basic traits, teachers will be
able to foster a more holistic understanding of each learner. One of the objectives of this project is
to provide a tool for teachers to collect information about the home environment and home culture
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of students to encompass a more meaningful exchange of practices and suggestions for parents
from teachers. Teachers will be able to construct a small-scale family literacy program that is sure
to meet the needs of all of their learners because its development will be based solely on feedback
and information from the students and their families. Consequently, teachers will have tools that
assist them in building trusting relationships with families, as well. Another objective of this
project will be to assist teachers in the process of using data to make meaningful decisions about
curriculum and instruction of literacy in order to benefit students in their individual education and
understanding of culture.
Definition of Terms
Culture: n. Webster’s Dictionary defines culture as “the integrated pattern of human knowledge,
belief, and behavior that depends upon the capacity for learning and transmitting
knowledge to succeeding generations.” On a smaller, more focused scale, culture
encompasses how family members interact with one another, what families value and
believe, and how families act and communicate with one another (Anderson, et al., 2005).
Cultural Capital: n. “the skills and knowledge, values, styles and tastes individuals possess”
(Swain & Cara, 2019, p.113)
Ethnography: adj. A qualitative research method that focuses on the diversity of culture at home,
using involved, hands-on observations to gather data about social and cultural practices
that contribute to findings about families, communities, and people in general (Princeton
University, 2021)
Differentiated Instruction: n. A research-based practice that focuses on the individual needs of
students when planning curriculum and instructional practices with a focus on 4 essential
elements: “(1) content (what students will learn or how they will gain access to what they
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are asked to learn); (2) process (activities through which students make sense of or “come
to own” essential content); (3) product (how students demonstrate what they know,
understand, and can do after ex- tended periods of learning); and (4) affect (attention to
students’ feelings and emotional needs)” (Cornett, et al., 2020, p. 109)
Family Literacy: n. A variety of programs and practices to address literacy at home with parents
acknowledged as the first teachers of their children. Family literacy programs aim to assist
with children’s development of literacy, while also directing parents on their role of
creating learning opportunities for children. Family literacy programs vary but generally
focus on integrating 4 important factors: “(1) interactive literacy activities between parent
and child; (2) training in parenting activities; (3) literacy training that leads to economic
self-sufficiency; (4) age appropriate education to prepare children for success in school and
life experiences” (US Department of Education, 2007)
Family Literacy Practices: n. Includes “listening to children read school texts as well as other
printed matter, playing word games with them, reading aloud, pointing out words in signs,
and read and talking about instructions for games and activities, as well as parents and
children communicating through written messages such as notes, letters, signs, lists,
memos, and charts'' (Mikkelsen, 1984, p.136)
Head Start: n. A program launched in 1965 by President Lyndon B. Johnson to provide low
income children with early childhood development services, such as Pre School, to
improve children’s experience with school readiness and preparation and emphasize the
role of families and local communities in child development (Lynch 2018)
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Literacy: n. Cognitive processes and skill sets that contribute to reading and writing; social
practices with specific purposes and contexts; the acts of reading, writing, speaking, and
listening (Anderson, et al., 2005)
Social Capital: n. “the bonds created between parents and children, including the time and
attention parents spend in interaction with their children during learning activities” (Swain
& Cara, 2019, p.113)
Scope of the Project
This project is designed for PK - 1st grade general education teachers who would like to
implement a small-scale family literacy program based on the consideration of their students’
home cultures. This project is best suited for self-contained classroom environments but can be
adapted to meet the needs of other grade levels or non self-contained classes. Additionally, the
questions and interview portions can also be tailored to meet the needs of a teacher’s specific
purpose for data collection.
This project will address implementing a custom family literacy program within a
classroom setting in collaboration with parents to build students’ literacy (reading, writing,
speaking, and listening) and support their overall educational experience. Throughout this paper,
the term ‘parents’ will be used consistently to identify the main caregivers and providers of a
family. It is important to note that the term parents is synonymous with guardians. The researcher
understands the complexity of families and the importance of representation for all familial
situations. This project will not address the following: (1) family literacy programs on a larger
scale for an entire school or district, (2) family literacy with a “one size fits all approach,” (3) use
of data in cross curricular activities, and (4) family literacy programs or practices for the middle
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or high school level, though the model presented could be adapted to reflect the needs of different
grade levels and systems of education.
The project will build up to an outline and set of tools for a personalized family literacy
program that includes both resources for teachers and families. This project will not focus
specifically on a selected set of cultural values, but rather will provide tools that allow teachers to
gather information about the cultural practices of students, family beliefs and values of literacy,
and linguistic development of children. It will encompass family involvement outside of school
and include guidelines for quarterly check-ins with feedback and changes and/or additional
suggestions to the designed custom program.
The factors which could potentially hinder the successful implementation of this project
include time, stakeholder buy in, and stakeholder attitudes towards family literacy and cultural
development of classrooms. Time will be necessary to adequately review resources, gather and
organize data, and create a plan of action for providing resources to parents on how to best continue
and adapt literacy practices at home. Time will also be necessary to review the data to find suitable
ways to utilize information for the benefit of students’ literacy and cultural development in the
classroom. Stakeholders, including teachers, parents, and students, must be willing to participate
in the small scale, custom family literacy program. Stakeholder cooperation will be necessary for
all pieces to be carried out. Parent participation will especially impact the course of the program
due to the age range of students involved. Finally, stakeholders must have a positive attitude
towards family literacy and developing home literacy practices for the development of their child’s
education. They must also have an open mind about integrating new practices at home and sharing
valuable information about their beliefs and home cultural practices. This program cannot be
successful if parents, students, and teachers are not willing to engage wholeheartedly or if they are
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not willing to adopt an appreciation for culture as it pertains to each individual, or family. It cannot
be guaranteed that all families will willingly engage in the program or participate.
This project will not be the sole form of parent and teacher communication. It will not
replace other forms of meaningful communication such as newsletters, conferencing, email, phone
dialogue, and personal connections. It will be an additional practice to build successful
relationships. Further, the data and information collected from parent surveys will not be used to
replace traditional curriculum for reading, writing, phonics, etc. Rather, this program will serve as
a supplementary resource for teachers to further develop their curriculum in a way that reflects
their student body and the cultures, unique perspectives, and values of literacy they possess. This
project will aim to use data to inform instruction and differentiation of practice within the
classroom, but it is not intended to replace instructional techniques or any cultural teachings
already taking place. Instead, it will culminate to develop the cultural backgrounds of the
classroom by taking into consideration the unique family practices of each individual student in
terms of literacy. Furthermore, it will utilize valuable information to inform instruction and
decision making when making suggestions for parental involvement at home and their assistance
with developing positive literacy experiences, practices, and attitudes.
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Chapter Two: Literature Review
Introduction
Literacy encompasses much more than just reading words and understanding text.
According to Frankel et al. (2016), “reading happens in the context of social practices that involve
writing, speaking, and listening, in addition to reading and activities that are socially, culturally,
and historically rooted” (p.7). The notion that home-literacy environments have a direct correlation
to students’ academic achievement, motivation and engagement towards school, and familial
relationships is thoroughly supported by research. A reader’s experience with a text is based on
one’s culture, social experiences, background knowledge, relationships, and viewpoint of the
world (Gee, 1996). Therefore, considering the impact one’s home environment has on their reading
achievement and emergent literacy skills is key to understanding what makes a family literacy
program successful and worthwhile. This chapter will first explain the theory and rationale that
supports family literacy programs as social and cultural entities. It will then provide a thorough
review of the literature that considers the positive impact of home literacy environments on both
children and families, the cultural realm in which these programs are situated, successful strategies
for teaching parents, and the implementation of practices to benefit children’s development of
early literacy skills.
Theory/Rationale
In order to understand how family literacy programs support the development of students,
bridge the gap between home and school, and foster engagement and connection with literacy
practices, it is necessary to situate these conventions within a broader, theoretical framework. The
purpose of family literacy programs is supported by a spectrum of educational theories and models,
falling most significantly within the continuum of constructivism and sociocultural theory. Lev

21
Vygotsky, of social cultural theory, situated his ideas on education within the social, cultural, and
historical entities of development (Daniels, 2001). Similarly, family literacy programs are arguably
most successful when these suggested factors are accounted for in the planning and
implementation of literacy practices. Moreover, the theory of constructivism recognizes learning
and accumulation of knowledge as functions supported by social systems, culture, and mentors
(Cottone, 2004). Mentors play a valuable role in family literacy programs, with parents, guardians,
grandparents, siblings, etc. as stakeholders in a child’s educational experience. Further, literacy
development may be best supported by those most familiar with a child’s life experiences,
knowledge, culture, and community. Hence, there is a concrete purpose for family literacy
programs to be adopted as best practice.
Family Literacy and Sociocultural Theory
Because family literacy programs encourage the active involvement of a child’s literacy
development through partnership between home and school, a consideration for family cultural
practices, and engagement with social interactions, there is natural alignment with sociocultural
theory. Vygotsky’s sociocultural theory acknowledges the significant role social interaction has in
the cognitive development of speech and language, the cultural values and beliefs, and importance
of collaborative dialogue with members of society who are immersed in knowledge and culture
(McLeod, 2020). Sociolinguistics, which is derived from sociocultural theory, considers the
environment in which learning takes place and is supported. This can include school, as the base
for literacy learning, but also incorporates the home, especially with successful integration of
family literacy programs and at home practices. Within the framework of sociocultural theory and
sociolinguistics, the social and cultural environment of the home must be assessed for a program
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to be properly developed and supportive of literacy development, since Vygotsky argued social
interaction is necessary for individual understanding and development (Daniels, 2001).
Custom Programs. The family literacy programs being advocated for in this project
include an element of personalization that caters to the needs of individual students based on their
social and cultural home backgrounds. In Educational Psychology (1997), a recount of Vygotsky’s
work from 1921 - 1923, Vygotsky states that ‘the fundamental prerequisite of pedagogics
inevitably demands an element of individualization, that is, conscious and rigorous determination
of the individualized goals of education for each pupil’ (p.324). Therefore, the practice and
intention of this work is deeply rooted in Vygotsky’s theories and supported by a “pedagogic
responsiveness to an individual learner within a framework that is supported by concepts of
theoretical knowledge” (Daniels, 2001, p.99). Moll and Greenberg (1990) found that teachers can
systematically establish social constructs between home and school that can impact and improve
the learning taking place within the classroom. Further, they state “these social connections help
teachers and students to develop their awareness of how they can use the everyday to understand
classroom content and use classroom activities to understand social reality” (p. 345-346). The
intentional process of bridging the gap between home and school within the constructs of social,
cultural, and historical realms is at the heart of this work and the development of individualized
family literacy programs.
Scaffolding. One of the sub theories of social constructivist theory is scaffolding, in which
an adult, or someone with greater knowledge and experience assists a learner in obtaining new
skills, solving problems, or carrying out a task that would be more challenging or unobtainable
without assistance of some sort (Wood, et al., 1976). By organizing a task or knowledge with
emphasis on support and consideration for the novice, a learner can expand their capabilities in
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hopes of a successful outcome with learning (Wood, et. al., 1976). When teaching new
information, practicing new skills, and engaging in the process of learning, the parent-child
interaction and teacher-child interaction involves scaffolding of knowledge and skills. Within a
family literacy program, there is a demand for active engagement from parents and students, which
innately results in scaffolding of concepts, ideas, and skills. Bruner (1975) supports this claim in
his report of instructional strategies used by parents with their children. By actively engaging with
students in their development of literacy through supported activities, parents can assist children
in making connections between their existing knowledge and understanding, with the required new
knowledge and understanding demanded by literacy practices and traditional schooling, as well
(Daniels, 2001).
Zone of Proximal Development. As an application of sociocultural theory, the
Community of Learners project was developed to meet the needs of inner-city students’ learning
by drawing on the work of Vygotsky and Piaget (Daniels, 2001). This model was informed by
Vygotsky’s work on the social contexts of learning and adopted the language of the Zone of
Proximal Development (ZPD), which refers to the relationship of what a learner can achieve on
their own compared to what one can learn with guidance and support from a more knowledgeable
and skilled individual (Daniels, 2001; McLeod, 2020; Deulen, 2013). With regard to the
Community of Learners, Daniels (2001) reports,
a learning community as a context within which multiple zones of proximal development
are in place at the same time. It is envisaged that each learner can pursue different
sequences and progress through different routes each at their own pace. Thus, the
classroom is seen as a setting in which multiple, overlapping zones of proximal
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development are supported. This support is made available through the system of practices
that make up the Community of Learners. (p.120)
Similarly, family literacy programs advocate for a strong connection and engagement between
schools and families, encouraging the experience of individual students to stem from both home
and classroom experiences. With this overlap of ZPDs, students can grow and progress at a more
natural rate with support from multiple sources of knowledge. Over time, a common dialogue,
voice, and knowledge base can develop based on a shared social and cultural belief system with
meaningful work and active involvement (Brown, et al., 1996). This project seeks to find a balance
between home and school literacy practices and engagement with an emphasis on the social and
cultural systems that support growth and development, based on individual feedback provided
from a parent inventory. Daniels (2001) supports this motive in his research of sociocultural
theory, stating that pedagogy should be explored on a deeper level than just interpersonal,
incorporating a broader range of sociocultural experiences to determine what is appropriate to
contribute to overall development. By finding a balance between the two, family literacy programs
can prioritize factors best suited to the needs of a child and family.
Family Literacy and Social Constructivist Theory
The theory of social constructivism helps to frame a child’s literacy development within
the context of their family experiences and culture (Cottone, 2004). Within this theory, learning is
recognized as a continual process in which the relationships among individuals, social systems,
and cultures play a key role in how knowledge is organized, processed, and obtained (Cottone,
2004). Because social constructivist theory and sociocultural theory are transactive by
categorization, social constructivist theory similarly supports the notion that learning experiences
are authentically rooted within social, cultural, and historical realms that impact an individual or
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community. Family literacy programs work to construct literacy development within the individual
context of a child’s sociocultural experience and lifestyle, directly upholding the theoretical
framework of social constructivist theory (Cottone, 2004). Further, Eybers (2018), describes the
role of social constructivism on individuals with significant role models in literacy as having a
direct impact on their overall growth and attitude towards literacy. More importantly, according to
Eybers (2018) “the well being of our students is therefore dependent on their ability to effectively
interact with others for learning purposes” (p.261). Readers must be able to successfully situate
themselves within the expectations of reading as a social practice (Frankel et al., 2016). Finally,
interpreting text is often an exercise that is amplified by social interaction, with dialogue adding
direction and meaning to the words themselves (Frankel et al., 2016). These are all factors and
practices that can be situated in the context of family literacy activities.
Mentors. Mentoring is a branch of social constructivist theory in which a process similar
to scaffolding is carried out. It is connected to the Zone of Proximal Development because the
facilitators of learning, in this case teachers and parents, are expected to find the gap that exists
within the context of learning and in response develop a social construct that will assist learners in
reaching their potential (Deulen, 2013). A strong connection exists between mentoring and the
social constructivist theory, as this theory recognizes the distinct role of adults in shaping the social
and cultural learning environment of children (Deulen, 2013). Family literacy programs support
two forms of mentoring. First, families (parents, grandparents, guardians, older siblings, etc.) are
provided with the proper tools to assist their child with practicing literacy skills. Second, families
become mentors for their children by supporting their literacy development at home. Cottone
(2004) explains that children have developed their own understanding of the world around them
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based on their life experiences and upbringing in their families, and families within a family
literacy program can deliver new information and practice skills within the context and framework
of their own understanding based on their family culture.
Research/Evaluation
Bridging the Gap Between Home and School
Before students enter school, they gain familiarity with literacy practices, form attitudes
about reading, and develop early skills that formal reading and writing is built upon (Cottone,
2012). Cottone (2012) reports that children who enter school with strong emergent literacy skills
are more likely to become strong readers, while those who do not are more inclined to struggle
with reading development and achievement. The purpose of family literacy programs is for parents
and children to improve their overall literacy levels (Dennis & Margarella, 2017; Cook, 2009).
While most educators would agree that it is important for parents to foster a literate environment
at home, schools and teachers must do more than tell parents to work with their children (Brown
et al., 2019). Parents need to have access to tools and strategies that equip them with meaningful
ways to engage their children in literacy practices and foster a literate home environment (Brown
et al., 2019). This has the power to impact the environment students are coming from and can
consequently lead to more positive attitudes from teachers towards parents and parents towards
teachers. In turn, students have witness to strong and foundational relationships that will assist
them in their own growth, academic achievement, and personal motivation towards literacy.
Building Connections. Since the 1980s, researchers have identified the importance of
children’s home literacy environment in helping to build emergent literacy skills for readers
(Cottone, 2012). Building connections between home and school is beneficial because it enables
students to increase their ability to relate to their parents and educators, and vice versa (Dennis &
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Margarella, 2017). By breaking down barriers, family literacy programs can “enable both teachers
and parents to understand the way each defines, values, and uses literacy as part of cultural
practices” (Cairney & Munsie, 1995, p.393). Therefore, schools and classrooms can adjust their
intentions and practices to better meet the needs of families and students on an individualized
basis, providing parents with an opportunity to understand literacy in a more nuanced way and
identify their unique role and place in a community empowered to encourage literacy development
and academic achievement (Cairney & Munsie, 1995). Parents can play a unique role in helping
teachers and schools adapt their instruction to better relate to how children interpret and experience
text outside of the classroom (Dennis & Margarella, 2017; Brown et al., 2019). If parents and
families have a connection with schools and teachers, students can witness role models invested
in their education. Moreover, relationships between parents and teachers can have a significant
impact on students and parents alike. Many parents may need to feel welcomed into the community
of a school and have a fresh start after their own educational experiences, whether good or bad.
Research emphasizes the significant impact teachers reaching out to parents can have on
establishing strong partnerships that impact higher levels of literacy achievement for students
(Brown et al., 2019; Niklas & Schneider, 2014).
Academic Impact. While factors such as social class, family size, and parent education
have been found to be telling of students’ academic performance, family literacy practices in the
home have been found to be more indicative of academic performance (Dennis & Margarella,
2017). A stronger home literacy environment indicates better linguistic abilities for children
including reading ability, spelling, vocabulary, listening comprehension, and phonological
awareness (Niklas & Schneider, 2014). In fact, a three-year study conducted by Hood et al. (2008)
found that parental teaching during the preschool years directly related to success in spelling for
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children when they reached first and second grade supporting the notion that home literacy
practices have a positive impact on writing development in addition to reading. Research indicates
that home literacy practices are likely to enhance children’s oral language, reading ability, and
writing ability (Guo et al., 2020). Further, a significant body of research has found a positive
correlation between the parental teaching of reading skills and code skills (print knowledge,
phonological awareness, letter knowledge, reading skills, etc.) and children’s emergent literacy
skill development (Guo et al., 2020). Cottone (2012) explains,
when [parents] engage in more entertaining and enjoyable aspects of literacy (e.g.,
storytelling, song singing, picture drawing, and oral reading for meaning) as opposed to
more skill based mechanical aspects (e.g., phonics drills, flashcards, and workbook use)
children have greater interest in reading and thus do better with literacy skills. (p.364)
While parents can also grow in their knowledge of teaching literacy in beneficial ways, as noted
above, a partnership between teachers and schools provides accessible ways of exposing children
to literacy and makes a significant impact. Guo et al. (2020) found that children who engaged in
independent literacy practices at home after receiving guidance from parents positively impacted
their overall development of emergent literacy development in reading and writing, suggesting
that children who engage in independent practice can still engage in home literacy. This reveals
that even small everyday practices can have a positive effect on students’ academic achievement
and growth in literacy. Consequently, it also alleviates the concern for lack of teaching resources,
time, or accessibility families might have.
Additionally, a strong home literacy environment can especially assist students in greater
need of development. Providing young children with emergent literacy skills both at home and in
school can change the course of reading difficulties, especially for children who read below grade
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level or are learning English as a second language (Blom-Hoffman et al., 2006; Guo et al., 2020;
Cottone, 2012; Brown et al., 2019). Skill differences among children, especially those who are
behind in reading and writing, may be partially explained by variations in home literacy
environments (de la Rie, et al., 2016). However, at risk students may be most impacted by parents
and caregivers who are empowered to learn more about literacy development and transform their
own ideas and beliefs centered around reading achievement (Cook, 2009). Niklas and Schneider
(2014) suggest that English language learners also obtain greater letter knowledge and
comprehension strategies, such as inference making, due to engagement in effective family literacy
programs.
Motivation and Engagement. While an increase in literacy activities in the home
positively impacts children’s print knowledge and vocabulary, it can also contribute to an overall
motivation to read and engage with learning (Dennis & Margarella, 2017). Brown et al. (2019)
notes that without authentic engagement or motivation, reading instruction cannot help readers
become better because research suggests that self-motivation is imperative for developing literacy
skills. The relationship between reading motivation and reading is reciprocal and interrelated
(Frankel et al., 2016). The more a reader reads, the greater their depth of knowledge and
comprehension will develop, which in turn results in an increased motivation to read (Frankel et
al., 2016). This relationship is worth fostering in young children, especially in a world that is
increasingly more digital. Maternal reading beliefs are also found to impact children’s own ideas
and perceptions of literacy, which in turn directly impacts their exploration of literacy,
engagement, and motivation (Cottone, 2012). If maternal, paternal, and familial reading beliefs are
formed by positive language, experiences, and outcomes, they are more likely to have a positive
impact on children’s independent feelings about literacy practices.
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Guthrie (2015) found that a value for reading, intrinsic motivation, and self-efficiency are
motivational factors for literacy that tend to decrease as students move from elementary to middle
school. Therefore, even if motivation and engagement are high at one point, there is a chance this
could change based on outside factors. However, with strong role models who encourage literacy
and create a home environment that is conducive to reading in collaboration with schools, this
could certainly result in a different outcome for students. Moreover, in a review of research, Guo
et al. (2020) found that “as children’s literacy skills increase, they are more likely to request less
help from their parents and be involved in independent writing practices, which are beneficial for
their reading and writing development” (p.112). This may consequently impact their engagement
and attitude towards literacy if they feel confident and successful with independently engaging in
literacy practices. In fact, independent reading appears to be more beneficial for emergent writing
development than parent-led reading (i.e., shared reading) because there is more natural
exploration and engagement (Guo, et al., 2020). Fostering a strong home literacy environment not
only provides parents with the tools to help motivate and engage their children, but also builds
independent motivation and engagement, which is key to strong literacy development through
one’s schooling experience.
Positive Impacts on Social and Cultural Environments
The unique cultures students have in their homes should become part of the classroom
environment and be fostered in schools. Students need to have a sense of pride in their background
and understand how their own family culture differs from all of those around them, even if there
are shared features among classmates, such as race, ethnicity, or socio-economic status. Research
suggests that classroom environments and discussion are oftentimes limited to a particular lens
that does not reflect or showcase the linguistic and cultural backgrounds of students (Cairney,
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2005). Classrooms should be safe spaces to construct ideas and principles of practices, especially
within the realm of literacy; however, if the practices are limited they may miss the mark for a vast
number of students. Critics of family literacy argue that most programs acknowledge the
significance of school-based practices, without taking into consideration the role of families and
culture (Kumar, 2014). Similarly, European and American cultures seem to dominate the family
literacy programs, which do not fairly recognize families who do not associate with these larger
cultural realms, or perhaps do, but not in every stereotypical way (Kumar, 2014). Teachers have a
unique role in gathering more information about their students’ home cultures and backgrounds,
and also finding ways to bring this diversity of linguistic practices to the forefront of classroom
community and literacy instruction. The goal of family literacy is not just to educate children, but
to also educate parents and families and bring them into the realm of literacy so that their child has
opportunities to grow and develop with strong mentorship and investment from families (Wiseman
et al., 2019). If parents understand the significance their home environment can have on fostering
success for their child in literacy and be provided with the tools to collaborate with educators and
schools to provide experiences and opportunities for their child, home cultures can become a
greater aspect of student learning in both classrooms and schools. Thus, schools have an important
responsibility to support these constructs and develop successful programs and initiatives that
affect more community members in a positive way.
Parental Benefits. While an active involvement between families and schools with a focus
on literacy can positively impact the educational experience and success of children, parents can
also benefit from this partnership by gaining social and cultural capital (Swain & Cara, 2019).
Cultural capital refers to “the skills and knowledge, values, styles, and tastes individuals possess”
while social capital refers to “the bonds created between parents and children, including the time
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and attention parents spend in interaction with their children during learning activities” (Swain &
Cara, 2019, p.113). Both realms assist parents and children in developing their overall
understanding of culture and literacy and provide opportunities for active participation in the
process of learning. Frankel et al. (2016) acknowledge that literacy is a constantly evolving set of
practices that changes throughout a reader’s lifetime. Just as children are expected to develop these
skills to prepare them for learning and real-world purposes, parents and family members also have
a unique opportunity to engage in continuous learning with home literacy practices. In turn, family
literacy programs can help parents better understand the educational system their children are a
part of and potentially feel encouraged to invest more in their learning (Frankel et al., 2016).
Research by Swain and Cara (2019, p. 113) also states that parental involvement in family literacy
programs directly correlates to higher levels of self-confidence for parents and more investment in
the role of co-educator for their children as readers and learners. Dennis and Margarella (2017)
corroborate this finding by reporting parents involved with family literacy have “greater skill
acquisition, greater confidence and self-esteem, a better parent-child relationship, and increased
engagement with learning” (p.47).
A study on family literacy for parents who have had issues with substance abuse,
incarceration, and homelessness found that children’s literature was a beneficial tool for supporting
families through tragedy, and the opportunities adults had to discuss literature contributed to
positive conversations about their feelings that allowed them to honestly express themselves
(Wiseman et al., 2019). Because of a literacy program, parents were involved in experiences that
encouraged them to reflect on their relationships with their children, focus on their identities as
parents, and find meaning in the next steps they hoped to take in life (Wiseman et al., 2019). This
study reveals that sometimes even in the worst of circumstances, parents can still be a tool to their
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children and benefit from all that literacy has to offer in their own lives. Similarly, another study
found that mothers with less education felt less empowered to teach and assist their children with
developing literacy skills than mothers with higher education (Cottone, 2012). This speaks to the
importance of leveling the playing field through home literacy education and providing parents
with the necessary tools to feel successful and knowledgeable about helping their children develop
and become motivated readers. Parents in a low socioeconomic status (SES) are likely to have less
time for interacting with their children in literacy activities due to having multiple jobs, two
working parents, or late working hours (Brown et al., 2019). Students from low SES may therefore
face more disadvantages if home literacy is not fostered; however, studies show that students from
low SES “demonstrate comparable reading abilities to their high SES counterparts when their
home literacy environments are similar” and “home literacy practices appear to counteract the
disadvantages usually associated with low SES” (Brown et al., 2019, p.68). Despite all of these
factors, strong and developed family literacy can contribute to positive impacts for children in their
overall development and achievement. Further, research ultimately suggests that these programs
can be just as beneficial for parents in the development of their own roles as educational mentors
to their children.
Culture
Children’s understanding of literacy takes place naturally within the day to day social and
cultural contexts of their homes, families, and communities (Dennis & Margarella, 2017). The
ways parents use literature in their homes and engage in literacy practices is shaped by their own
cultural norms, embodied by a family’s schema, values, and ideals (Brown et al., 2019). Maternal
reading beliefs (knowledge or ideas about reading development) are even associated with
children’s literacy skills because they shape how parents interact with their children with literacy
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practices (Cottone, 2012). Families engage in literacy practices in many ways and practices
especially vary among socioeconomic status and cultural and linguistic backgrounds (Brown et
al., 2019). Research suggests that middle socioeconomic status families are more likely to engage
in home literacy practices that emulate school literacy practices than lower socioeconomic status
families (Brown et al., 2019). While most research centered on the Home Literacy Model (HLM)
has been conducted with middle to higher socioeconomic status families in Anglo-Saxon countries,
there is an ever-changing body of research that is becoming increasingly more diverse exploring
how other factors impact families and students’ literacy (Krijnen et al., 2019; Wiseman et al.,
2019). Significantly, parental education and socioeconomic status of families has been found to
have an impact on the quality of literacy environments fostered at home, which in turn directly
impacts children’s literacy development (Krijnen et al., 2019). Brown et al. (2019) suggests that
literacy interactions between parents and children can “reduce the negative effects of poverty in
low income culturally and linguistically diverse families” (p.69) and build more robust
vocabularies and phonemic awareness in first and second languages. It is also worthwhile to note
that research on family literacy that addresses families with trauma (incarceration, abuse,
separation, substance abuse, etc.) is limited (Wiseman et al., 2019).
Families that speak a second language also provide unique cultural and linguistic
backgrounds. If a family does not speak English, they may be assumed by teachers or school staff
to not be literate when this is likely not the case. A study with home visits revealed that most
families who spoke a different language engaged in many literacy activities (Patton et al., 1999).
Family literacy can encompass so many different realms and differ from home to home and culture
to culture depending on adopted practices. However, it is important to note that home literacy
practices do not have to fall within the realm of traditionally Caucasian or English-speaking
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practices to count as meaningful and purposeful. In fact, parents of students who are learning
English as a second language can actually strengthen their children’s ability to read in English by
reinforcing literacy in their native language (Brown et al., 2019). Studies suggest if a home
environment is rich in literacy in a mother language, this may also be beneficial for emergent
reading development in another language, such as English (Krijnen et al., 2019). Many parents are
not aware that reading in a native language can foster literacy development in English and therefore
mainly use native language as an oral tradition (Brown et al., 2019). A valuable resource is lost for
children when parents do not encompass their native language as part of literacy development and
skill acquisition (Brown et al., 2019). Educators must also be aware of this so they can successfully
engage with the cultural and linguistic differences of students.
Home Literacy Environments and Practices. When considering home literacy practices,
it is necessary to note that each family’s perspectives of and experience with literacy will be
different based on their culture (Wiseman et al., 2019). Guo et al. (2020) describes home literacy
practices as,
types of literacy-oriented activities that occur in the home and include reading-related
practices (e.g., parent-child joint book reading, parental teaching about letter names) and
writing-related practices (e.g., parent-child joint writing activities, parental teaching about
writing names or other words). (p.209)
The quality and quantity of these home literacy practices are important factors to consider, as they
both can have a positive impact on literacy skill development (de la Rie, et al., 2016). By exposing
children to print, they are also likely to develop a better understanding of phonemic awareness,
print concepts, reading strategies, and background knowledge (Brown et al., 2019). Some elements
of the home literacy environment to account for include the frequency with which a child is read
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to, the number of books in the home, the number of children’s books accessible to children in the
home, and the reading behavior and attitudes of parents (Niklas & Schneider, 2014). Some
variations in home literacy practices may be attributed to socioeconomic status, as determined by
maternal education and family income (Guo et al., 2020; Cottone, 2019).
Beneficial Home Literacy Practices
Home literacy practices can be categorized and organized in a variety of ways. A frequently
used framework used to describe the home literacy environment is known as the Home Literacy
Model (HLM). With a minimal amount of money, programs can be installed and developed to
educate parents on beneficial practices that immerse both families and individual children in a
favorable learning environment within this model (Niklas & Schneider, 2014). This next section
will explore some of the different names and categorizations of emergent literacy practices, as well
as some of the most successful practices according to researchers.
Oral Language Skills vs. Code Language Skills. Emergent literacy practices are often
divided into two categories, oral language skills and code language skills (Krijnen et al., 2019).
According to Krijnen et al. (2019),
Oral language skills encompass all skills necessary to process the meaning of spoken and,
eventually, written language, such as vocabulary knowledge, narrative knowledge,
listening and text comprehension. Code skills involve skills necessary to interpret the code
of written language, such as letter knowledge and word reading. (p. 208)
Early literacy instruction focuses significantly on oral language skill development by explicitly
teaching phonemic awareness, phonics, vocabulary, story sequencing and elements, syntax, and
comprehension strategies (listening and reading). Code skills are also addressed through early
literacy instruction in the form of written expression and word reading strategies such as decoding,
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using visual cues, and using knowledge of letters and sounds. Some of these skills can be explicitly
taught while others can be practiced and accumulated through activities such as shared reading,
storytelling, and meaningful conversations. Overall, oral language exposure has been found to
have a positive impact on oral language skills, though code activities does not significantly relate
to code skill acquisition (Krijnen et al., 2019).
Formal vs. Informal Teaching Practices. The Home Literacy Model categorizes two
distinct forms of literacy activities related to emergent literacy practices that parents might practice
with their children (code language skills and oral language skills) (Krijnen et al., 2019; Guo et al.,
2020). These are categorized as formal and informal. Formal literacy activities refer to explicit
instruction with print in which parents directly engage with their children to teach them literacy
skills such as letter identification and the reading or writing or words (Guo et al., 2020). On the
other hand, informal literacy activities refer to exposing children to print concepts through
activities such as shared reading or play based activities that do not explicitly teach words or letters
but naturally expose children by making meaning of text (Guo et al., 2020). Further, because
informal reading practices focus more on meaning making, research shows they have little impact
on children’s code-related skills unless explicit instruction is included in parent child interactions
with shared reading, but in comparison have a strong impact on children’s oral language skills
(Guo et al., 2020; Cottone, 2012).
Another approach to formal and informal teaching practices includes the distinction
between didactic practices and the more child centered play. The didactic approach refers to direct
instruction activities that focus on explicitly teaching the alphabet, sounds, and words, whereas the
child centered approach will expose children to language and print by talking and playing games
(Krijnen et al., 2019). A study on maternal reading beliefs and their connection to child outcomes
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by Cottone (2012) found that mothers “who believed in the importance of basic literacy skill
development in their preschool age children engaged in more direct teaching activities and used
more didactic approaches” (p. 353) whereas mothers who believed in more holistic approaches
“emphasized learning through exploration and play (e.g., drew more pictures, read more often,
sang more songs, and told more stories)” (p.353). Evidently, the mothers with a more holistic belief
system resulted in higher reading outcomes for their children with print knowledge, concepts,
reading skills, and phonological awareness (Cottone, 2012). Exposure activities have been found
to be more beneficial than direct teaching when it comes to developing emergent literacy skills in
children.
Shared Reading. Shared reading refers to parent-child book reading, in which parents and
children enjoy quality time engaging with the language of a text accompanied by illustrations
(Sénéchal et al., 2017). The nature of shared reading encourages student engagement, cognitive
involvement, and growth in vocabulary skills (Brown et al., 2019). It can encompass higher order
thinking questions and activities or simplified cognitive exercises, such as labeling pictures or
linking ideas together (de la Rie, et al., 2016). The nature will depend on how the shared reading
exercise is executed by parents and whether parents focus on the book’s content and symbolic
representations (de la Rie, et al., 2016). Sénéchal et al. (2017) found three important characteristics
of shared reading that fosters literacy development for students: (1) text language is generally more
complex than language used in children’s conversations, which results in exposure to more
challenging aspects of language; (2) adults provide undivided attention to children during a shared
reading event that allows children to ask questions and seek clarification, if necessary; and (3)
favorite texts can be reread, resulting in repeated exposure of knowledge and ideas. Overall, when
it comes to conversations with children, some exercises are more cognitively demanding than
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others. Shared reading, for example, is comparatively more beneficial than exercises such as
physical building or modeling, because of the mental capacity it requires from children with talk
being more content related and eliciting high level interactions (de la Rie, et al., 2016). Reading a
book elicits more abstract talk from parents, is more linguistically complex than play in terms of
vocabulary and requires the most representationally demanding talk (de la Rie, et al., 2016). This
is most likely due to the greater opportunity for asking questions that might encompass higher
order thinking.
Shared reading encompasses a variety of reading interventions including Dialogic Reading
and Conversational Reading which place meaningful cognitive demands on children (de la Rie, et
al., 2016). Dialogic reading (DR) is an evidence-based approach that was used by Blom-Hoffman
et al. (2006) in a study focused on teaching parents how to use shared reading strategies with their
children at home. The purpose of dialogic reading is for children to “become the storyteller and
the adult to facilitate, expand, and respond to the child’s verbalizations” (Blom-Hoffman et al.,
2006, p.71). Moreover, shared reading should be a fun experience for the children so their reading
motivation may be potentially and positively impacted because of its natural and engaging nature
(Blom-Hoffman et al., 2006). The study concluded that it is important for parents and early
childhood educators to familiarize themselves with dialogic reading strategies because it
successfully facilitates young children’s oral language skills and emerging literacy development.
Moreover, as part of shared reading, picture walks, previewing the illustrations before reading a
book, also provide meaningful opportunities for parents and children to engage in reading
comprehension skills such as activating prior knowledge, making predictions, and previewing
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concepts of print (Brown et al., 2019). Another positive attribute is that these activities can be
successfully practiced with limited parental, or familial, education status, according to de la Rie et
al. (2016).
Prompting Boards. Since dialogic reading practices encourage parents to engage in
authentic interactions with their children that include questioning and meaningful utterances,
prompting boards fall within this category (Sénéchal et al., 2017). Prompting boards “provide
opportunities for promoting children’s representational competence through eliciting stimulating
teacher-child or parent-child interactions about their symbolic content” (de la Rie et al., 2016,
p.1079). The activity by nature is more open ended and provides endless opportunities for extended
talk and questioning since there is no distinct storyline to follow. Research found that prompting
boards elicit more abstract talk and level the playing field between adults and children, with a
greater opportunity for meaningful dialogue (de la Rie et al., 2016). An important early literacy
skill is reading pictures and developing an understanding based on visual clues in a text. Prompting
boards assist in the development of this skill because they directly relate to the role of early readers
in asking questions and answering questions about a visual cue or illustration. Child utterances
accounted for the majority of conversations during promoting board activities according to a study
conducted by de la Rie (2016); however, shared reading activities were found to have more higher
order utterances between parents and children than prompting boards. Sharing reading encourages
children to take a more passive role since adults do most of the reading and asking questions,
whereas prompting boards provide space for children to lead and guide the discussion (de la Rie
et al., 2016; Sénéchal et al., 2017).
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Teaching Parents and Families
The way parents interact with a text, scaffold, model, and engage with their children in
home literacy practices matters. Children benefit immensely from the opportunity to actively
participate in conversations with adults, especially those that are stimulating and require a greater
depth and range of thinking to respond (de la Rie et al., 2016). The schooling experiences of parents
and cultural background can have profound impacts on how parents engage with their children and
the attitude they have about literacy (Krijnen et al., 2019). Therefore, teaching parents the skills
and tools necessary to engage with their children is worthwhile, as parent child interactions are
extremely influential and can positively impact a child’s positive attitude towards literacy and
learning if parents are also excited and interested in growth and development (Dennis &
Margarella, 2017). Home literacy programs also increase parents’ confidence as literacy coaches
and foster a positive experience for both parents and children (Brown et al., 2019).
As indicated by a study by Niklas and Schneider (2014), parents' willingness to participate
and engage with home literacy practices contributes to overall success for students. Brown et al.
(2019) involved parents in a coaching experience that included a roundtable discussion and an
opportunity for parents to gain insight as to what makes an interaction with a text meaningful and
enriching for children while also providing opportunities for parents to consider how they would
engage with their child in literacy practices such as shared reading with a plan. They found that
this particular model helped parents learn three important things: (1) beneficial reading strategies
that encompassed high level thinking questions to engage their children with, (2) how to navigate
texts more successfully, and (3) strategies for helping their children acquire greater vocabulary
using context clues to help them identify meaning rather than just providing an answer (Brown et
al., 2019). In addition, Blom-Hoffman et al. (2006) found that videotape training was a more
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effective model for teaching parents than traditional models. In today’s day and age, videotape
training may also be the most accessible form of education for families while simultaneously
eliminating the concern of time and place.
As far as practices, Krijnen et al. (2019) found that both formal and informal teaching
practices are beneficial to students’ emergent literacy skills development, as are non-print
activities, such as engaging in conversations, singing songs, and recounting a child’s experiences
orally. While more are beneficial, researchers found that less educated parents tend to take a
didactic approach and more educated parents are likely to engage their children in exposure
activities (Krijnen et al., 2019). According to Niklas and Schneider (2014), dialogic reading
practices also successfully help parents guide their children through reading practices such as
questioning events in the story, expanding on details from the text, and encouraging thinking and
conversation. There is a plethora of options and opportunities for parents to engage their children
in meaningful practices that contribute to a more well-rounded home literacy environment.
Summary
Literacy is an essential social and cultural practice. Thus, home literacy environments
impact parents, children, and school experiences. Considering the social, cultural, and historical
constructs of one’s surroundings, both in educational and non-educational settings, is key to
gaining a strong understanding and appreciation for literacy practices and their significance.
Constructivism and sociocultural theories provide support for the value of a strong home literacy
environment (Daniels, 2001; Cottone, 2004). Both theories focus on the realm of the home as a
main social system for learners, which is made up of those most familiar with one’s experiences,
knowledge, and culture. Families especially play an important role in modeling and scaffolding
practices that meet the needs of their child (Daniels, 2001; McLeod, 2020; Deulen, 2013).
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Collaboration between home and school has long been supported by research as a way of
contributing to overall academic and social success amongst students. However, without the
assistance and encouragement from schools and educators to involve parents, families - to no fault
of their own - lack direction on how to assist their children effectively and purposefully in language
and literacy development.
Fostering connections between home and school environments assists educators with
developing a strong understanding of students’ home cultures and the values, practices, and beliefs
they come from. Building and nurturing relationships amongst students, parents, and teachers
strengthens a child’s overall educational experience and creates more learning opportunities and
growth support in their everyday lives (Brown et al., 2019; Cairney & Munsie, 1995; Niklas &
Schneider, 2014). Research supports that home literacy programs can positively impact students’
academic achievement and contribute to an increase in motivation and engagement towards their
education (Frankel et al., 2016; Guo et al., 2020; Niklas & Schneider, 2014; Dennis & Margarella,
2017). Parents also benefit from family literacy programs and practices. The implementation of
home literacy can lead to higher levels of self-esteem amongst parents, stronger familial
relationships, and a greater investment in educational experiences (Dennis & Margarella, 2017;
Frankel et al., 2016; Swain & Cara, 2019). Similarly, there are cultural benefits to fostering home
literacy environments. Children with linguistic diversity especially benefit from increased
opportunities to practice language development within the social and cultural constructs of their
lives with those they feel safest and most familiar (Brown et al., 2019; Dennis & Margarella, 2017).
There exists a wide variety of home literacy practices that contribute to a developmentally
appropriate environment. The quality and quantity of these practices is very important to consider
(de la Rie, et al., 2016). Some beneficial home literacy practices include shared reading, prompting
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boards, parent/child play, explicit teaching about letter names and sounds, joint writing
opportunities, practicing reading strategies, and engaging in meaningful conversations (BlomHoffman et al., 2006; Brown et al., 2019; de la Rie, et al., 2016; Guo et al., 2020; Krijnen et al.,
2019; Sénéchal et al., 2017). Finally, it is key to consider how parents will be informed and
instructed on how to best create a home literacy environment that advocates for positive attitudes
towards literacy and the natural implementation of best practices. Parents must also be considered
learners through this process, which therefore requires educators to model and scaffold literacy
practices to both parties for optimal participation and success (de la Rie et al., 2016; Krijnen et al.,
2019).
Conclusion
Family literacy programs are shown to be beneficial and effective for improving home
literacy environments for both families and students. Research continues to strengthen the
argument that family literacy programs help to bridge the gap between home and schools, improve
overall academic performance and achievement for students, and increase motivation and
engagement among learners. Additionally, these programs foster positive impacts on students’
social and cultural environments, which in turn provides a plethora of benefits for parents at all
different levels of education and experience. In order to successfully implement a family literacy
program that accomplishes each of these things, teachers must consider the cultural and social
realm of students’ home literacy environments and suggest meaningful, research-based practices
that will nurture success for parents as mentors and children as emergent readers. Teaching
families and students about literacy practices can have a strong effect on a child’s development of
early literacy skills and is therefore worth adopting. Personalizing family literacy programs is key
to honoring students’ unique home cultures and individual strengths and weaknesses within the
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realm of literacy. This project hopes to provide educators with a framework that supports best
practices and provides an organized, structured plan to develop individualized family literacy
programs that support students’ abilities, home cultures, and attitudes towards literacy.
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Chapter Three: Project Description
Introduction
It is widely accepted that children’s success with literacy directly correlates with their
overall educational success. As literacy becomes increasingly more involved at an early age, it is
necessary to help children acquire strong emergent skills and positive attitudes towards literacy.
Differences in literacy skills amongst children is partially linked to home literacy environments,
with children who are raised in text rich environments experiencing greater advantages and success
with learning (de la Rie, et al., 2018; Blom-Hoffman, et al., 2006). As noted previously, families
are complex and the researcher understands the importance of representing all familial situations.
However, for the purposes of this project, the term ‘parent’ will be used to identify the guardians
or caregivers of a child. Therefore, providing parents and families with the necessary tools to
implement research based home literacy practices is key to aiding in the literacy development of
students. A variety of parent-child interactions and practices that encompass all realms of literacy
are most beneficial when contributing to children’s literacy development (Krijnen, et al., 2019).
Custom family literacy programs should ideally consider the individual needs and circumstances
of families in order to create a collaborative environment, foster open communication, provide
mentorship opportunities for parents, outline specific guidelines for participation, and expand
opportunities for feedback and progress monitoring. This project is designed to provide a
framework for both educators and families that meets each of these needs.
Project Components
This project seeks to provide a complete yearly plan with adaptable components to
construct successful custom family literacy programs that meet the needs of students and families.
Frankel et al. (2016) reconstructed the national 1985 report, Becoming a Nation of Readers: The
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Report of the Commission on Reading, which sought to define reading and what composes it. They
proposed that reading be renamed as literacy and adjusted the definition to represent “(a) a greater
emphasis on the text and the activity, in addition to the reader, and (b) more attention to the broader
sociocultural contexts in and through which reading occurs” (p.7). This project addresses literacy
in all its components: reading, writing, speaking, listening, and oral language development. It
focuses on the two realms Frankel et al. (2016) named by setting literacy within a social and
cultural construct of everyday life and emphasizing the relationships of literacy realms as
overlapping entities.
The first component to this project is a calendar that outlines a timeline of events, month
by month. The Family Literacy Calendar of Events (Appendix A) provides basic directions on
how to use each of the appendices, as well as when it would be most appropriate to implement
them. The calendar is organized for a school year that runs from September - May with check-ins
taking place on a quarterly basis. However, the calendar could certainly be adjusted to reflect
different school timelines or needs. The months of September and October, being the first two
months of the school year, include the most components to host, distribute, create, or collect since
this is when the program will be initiated, organized, and explained to those parents willing to
participate.
In order to begin the school year by fostering strong and communicative relationships with
parents, the next piece of this project includes a Family Information Interview (Appendix B) and
Welcome Letter (Appendix C). The Family Information Interview should be distributed during the
first week of school, or prior to, with the purpose of collecting key information about each child’s
age, personality traits, family dynamic, school experience, etc. This key information will provide
a starting point for relationship building between the teacher and child, as well as the teacher and
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parents. Research suggests that if parents feel accepted by teachers as a personal wealth of
knowledge about their children, they will likely view themselves as authentic partners in their
child’s education which can in turn lead to a stronger connection and communication bond
between the two parties (Patton, et al., 1999). Sending this subtle message to start the school year
is beneficial to the mission of this project. Similarly, the Welcome Letter will be distributed during
the first week of school, or prior to, and will provide parents with the information they need to
help their child be successful as school begins. Its purpose is also to provide parents with tools to
feel confident and successful in helping their children prepare and adjust to being in school.
During the second week of school, the introduction to this program should take place with
a Family Literacy Information Night Presentation (Appendix D). It is necessary that parents have
a knowledge base about what the program entails, why it is worthwhile, and the role parents will
play in the overall process. The presentation will answer the following questions for parents: (1)
What is family literacy?, (2) Why is it important and worthwhile?, (3) Who plays a key role?, (4)
When does it begin?/When does it happen?, (5) Where does it happen?, and (6) How does it all
come together to make a difference?. Each of these questions provide a starting point for
conversation about the big picture of this program, as well as the intricate details that bring it all
together. This presentation should be hosted in a live setting so that parents can have an opportunity
for live questioning and a face-to-face experience with the teacher and other parents in the
community. However, this informational presentation should also be recorded for more expansive
accessibility. If parents are unable to attend or would like to review information at a later point,
this will be an important piece. In accompaniment of the presentation, a Family Literacy
Information Night Handout (Appendix E) will be distributed with a summary of the main points
of the program, including the answers to questions listed above. This cohesive overview will be
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beneficial for parents to have on hand as they begin their involvement in the custom family literacy
program in the weeks that follow.
Following the Family Literacy Information Night Presentation, parents will complete a
Home Literacy, Language, and Culture Survey (Appendix F). This survey will ask parents a series
of questions about their families and child based on four header categories: home literacy practices,
home literacy attitudes and beliefs, home language, and home culture. The questions will provide
an overview of home literacy practices, literacy values, language usage, second language usage or
exposure, family composition, cultural practices, etc. to the educator. Its purpose is to help the
educator understand more about each individual child’s experience with literacy at home, in
addition to their parents’ experience with literacy. Most of the survey includes multiple choice
questions with only a few written response questions. Research by Wiseman et al. (2019) supports
the notion that parents must be understood as much as children, especially if the goal of family
literacy is also to educate families. This survey seeks to gather information that will support parents
as much as children in the creation of a custom home literacy plan. Moreover, it will communicate
to parents the role their own literacy beliefs have in shaping a positive home literacy environment.
Cottone (2012) states that it is important to “[teach] parents that literacy beliefs are equally as
important as the literacy activities they participate in” (p. 366). The questions on this survey
provide parents with an opportunity to reflect on their own attitudes and beliefs about literacy in
the past and present tense.
After the Home Literacy, Language, and Culture Surveys have been completed and
returned, the next step is to analyze the responses and take notes on feedback received from the
survey questions. This will be necessary in order to create a custom family literacy plan for each
child, tailored to meet their needs. The Home Language and Culture Survey Data Organizer
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(Appendix H) provides a table for data organization, comments, and observations derived from the
home language culture survey. One organizer should be completed for each child based on their
parents’ survey responses. The Home Language and Culture Survey Data Organizer is organized
by category with guidelines of specific questions listed for the purpose of concise organization.
The organizer will provide an overview for each child and assure that the data is being synthesized
and organized to successfully create a custom home literacy plan. It will also be beneficial for
educators when considering how to address concerns or unique situations in their own curriculum
planning.
After some time has been spent reviewing surveys and organizing data, teachers may begin
the process of creating custom home literacy plans for each participating family. In order to provide
a baseline of researched best practices, Teacher Tools - A Guide to Home Literacy Practices
(Appendix I) includes a menu of literacy options under the categories of reading, speaking and
listening, phonics, and writing practices. This menu will be beneficial when considering what will
be best to support the needs of students and families with home literacy based on survey results.
Each participating family will receive a completed Custom Home Literacy Plan Framework
(Appendix K). This plan will provide parents with a weekly framework of reading, oral language,
speaking/listening, phonics, and writing practices to be completed. In addition to listed practices,
the frequency of when these practices should take place will also be included. Frequency may
range from daily to three to four times a week, dependent on the significance of each child based
on personal factors. These plans should be constructed with the survey data and school assessment
data in mind.
Two examples are provided to show what a complete custom family literacy plan might
look like for different circumstances. Family A - Custom Home Literacy Plan (Appendix L)
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showcases a plan for a family who already engages in family literacy practices at home and a child
who is beginning to develop emergent literacy skills. Some of the practices included are more
advanced for a beginning of the year plan, such as beginning to use reading strategies in age
appropriate texts and writing a daily sentence with proper mechanics. On the other hand, Family
B - Custom Home Literacy Plan (Appendix M) showcases a plan for a family that speaks another
language at home and does not engage in many literacy practices. The suggested practices are
more basic than those found in Family A’s plan, as there is a greater focus on basic emergent
literacy skills, especially in terms of familiarity with English text and speaking practices.
Included with each Custom Family Literacy Plan Framework will be a handout, Favorite
Picture Books (Appendix P) that provides a list of titles parents and children can explore when
selecting texts for shared reading. The list will include picture books with dynamic characters,
settings, and story elements. There will also be a variety of multicultural books that represent
students of different cultures (African American, Hispanic, Native American, etc.), as well as a
variety of different genres of text to accommodate student interest and exposure to styles of
writing. The texts encompass many topics that provide opportunities for deeper meaning making
and discussion. Research by Wiseman et al. (2019) finds that providing parents with opportunities
to discuss literature can impact them in positive and meaningful ways, as they are able to better
explore their own thoughts and emotions. Picture books provide a unique opportunity in this sense
and can therefore contribute to greater parent-child discussions, aiding in the construction of strong
relationships. Moreover, Cottone (2012) corroborates this finding by suggesting that the higher the
emotional quality of a book is, the greater literacy skills a child or adult will accumulate. Thus,
this list contains a variety of texts that have the power to lend themselves to purposeful topics and
meaningful conversations.
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Finally, in order for parents to have the tools they need to be successful with the custom
family literacy plan, A Guide to Family Literacy Practices (Appendix J) will provide families with
necessary information on each practice, specifically what each practice entails, how it works, and
what it sounds like. In addition to a written overview of the suggested practices parents may find
on their custom family literacy plan throughout the year, mentoring videos will be supplied for
parents to view. Brown et al. (2019) states that “the benefits of initiatives that train parents to work
with their children are well documented” (p.68). Within these videos each practice will be modeled
so parents receive the scaffolding and support they need to not only feel comfortable with their
role but successfully, implement it with their child as part of the home plan. A study conducted by
Blom-Hoffman et al. (2006) utilized a videotaped program to teach adults dialogic reading
strategies to implement with their children. The study found that there were many benefits to
videotaping instruction for parents since it served as a scaffolding resource (Blom-Hoffman, et al.,
2006). Similarly, Niklas and Schneider (2014) used a fishbowl model with parents, in which a
trained researcher performed different literacy practices with a child while parents observed and
took notes. Parents who participated were better able to adjust their own execution of these
practices to mimic the researcher and accumulate better strengths. By providing an informational
visual accompanied by a video modeling the practice, parents are being set up for success within
this project. Accessibility is key. Therefore, these videos and visual guides will be available to
parents at all times so they can be referenced as needed for support.
Project Evaluation
This project will be assessed in two ways, by both families and teachers. The data collected
will be quantitative and qualitative. Student growth, attitudes, and overall improvement in literacy
will also be considered when evaluating this project’s success. The ultimate goals of each custom

53
home literacy program include the following: (1) Provide students with the tools and experience
to be successful with literacy, (2) Nurture a home environment that values literacy and the role it
plays in our lives both inside and outside of school, and (3) Encourage students to maintain a
healthy and positive attitude towards literacy. These evaluations will help gauge where parents
and students are in each of these categories.
The first evaluation is a Pre Family Literacy Program Survey (Appendix G) which asks
parents to participate in a five-point Likert scale survey prior to the start of the program. This will
be distributed with the Home Literacy, Language, and Culture Survey (Appendix F). The Pre
Family Literacy Survey has places for both parents (if applicable) to agree or disagree with six
statements that pertain to their levels of confidence, knowledge, comfortability, passion, and level
of support with regard to home literacy and culture. A Post Family Literacy Program Survey
(Appendix Q) will be distributed at the end of the year, asking the same series of questions. The
survey will evaluate how parental attitudes and abilities change throughout the course of the year
after participating in the custom family literacy program with the goal of tracking both
improvement for parents’ attitudes, confidence, and knowledge.
The second evaluation will be completed by parents and teachers quarterly, during the
months of November, January, March, and May. Once per quarter, parents will complete a
Quarterly Family Feedback Form (Appendix N) that will communicate key information to the
teacher about how the home literacy program is working by answering a series of questions. The
first part of the form will use a five-point Likert scale which asks parents to agree or disagree with
seven statements pertaining to experience with the custom home literacy plan thus far. In addition,
parents will be asked to answer four additional questions with free response pertaining to potential
requests/changes, additional assistance or tools needed, and the overall experience. This variety of
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data will assist with the planning process for the following quarter and help the educator decide
whether to re-evaluate areas of the plan by scaling back or challenging children. It serves as a
formative evaluation, assisting the development and continued implementation of a strong and
meaningful program. Similarly, once per quarter, the teacher will also complete a Quarterly
Teacher Feedback Form (Appendix O) that communicates key information about student progress
with literacy practices (reading, speaking/listening, phonics, and writing). These practices will be
individually assessed in school before completing the report. The report will indicate whether each
child has accomplished the listed goal or is still working towards it. Specific details will also be
addressed with parents and some areas will provide more detailed feedback so parents have the
option to track student growth from quarter to quarter with qualitative commentary. The Quarterly
Teacher Feedback Form should be sent home in addition to the official record of a report card or
progress report.
Project Implementation
This project will be implemented on a small scale basis in a parochial school in
southeastern Michigan. It has been created for the kindergarten grade level, however, it can be
adapted to meet the needs of students and families in pre-kindergarten to first grade classrooms.
It will be implemented amongst a kindergarten class and will be presented to an additional three
kindergarten teachers for possible adoption. Moreover, this project will be presented to the
administrator and director of the school’s Early Childhood Center. In order for the administration
to implement this program in the future, they will need to consider which emergent literacy skills
are necessary to focus on and organize a simplified version of the program’s practices.
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Project Conclusions
This project framework will be adopted by a qualified educator to create a collaborative
environment amongst families, foster communication, provide mentorship opportunities for
parents, outline specific guidelines for participation, and expand opportunities for feedback and
progress monitoring. It is a custom and culturally responsive program that equips parents with the
proper knowledge and skills to enhance their home literacy environment and benefit their child’s
growth and development. In addition to children, parents will further benefit from the implemented
practices. Parents will experience a greater sense of investment in their child’s education and
accumulate beneficial tools to assist in their child’s success. They will also experience mentorship
opportunities that contribute to greater confidence and understanding of their role as home
educators for their children. Teachers who adopt this program will exemplify a greater
understanding and respect for home environments and the direct role they play in the learning
experiences of students. In effect, this custom family literacy program will ultimately assist in
bridging the gap between home and school environments, leading to an improvement for students’
overall literacy development, attitudes towards learning, and motivation and engagement levels.
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